ED 093 863
TITLE
INSTITUTION
SPONS AGENCY
REPORT NO

PUB DATE

NOTE

AVAILABLE FROM

ECRS PRICE
DESCRIPTORS

IDENTIFIERS

ABSTRACT

DOCUMENT RESUME

95 SP 008 232
Inside-Out: The Firal Report and Recommendaticns of
the Teachers National Field Task Force on the
Improvement and Reform of American Education.
Office of Education (DHEW), Washington, [.C.
National Center for Improvement of Educational
Systems (DHEW/OE), Washington, D. C.
DHEW-OE-74-12002-FR

May 74

58p.s For related documents, see SP 008 231,
234

Superintendent of Documents, U.S. Government Printing
Office, Washington, D.C. 20402 ($1.00)

233, and

MF-3$0.75 HC-$3.15 PLUS POSTAGE

*Educational Change; Educational Improvement;
Inservice Teacher Education; Preservice Education;
*Teacher Attitudes; Teacher Centers; *Teacher
Education; *Teacher Responsibility; *Teacher Role
*Teachers National Field Task Fcrce

This report is one of six to be released by as many

task forces on the improvement and reform of American education.
After a brief introduction, the teaching task is defined and the

major components of teaching are listed:
individual student's prograam,
the student implement the program, and
the experience meets the student's need.

(2) the determination of the
(b) the design of experiences that help
{(c) the assessment of how well
The neixt two sections are

devoted to the topic of developing and maintaining professional

competence.

The report recommends that teacher centers be the focus

of professional education above the preservice level. The next
section of the report is devoted to a brief discussion of teachers'

concerns which include (a) inner-city schools,
bilingual-bicultural education,
{f) teacher surplus,

tests,

(i) the "four-day" teaching week,
teacher education,
performance contracting,
profession, and (o) coliective bargaining.

(b) racisa,
{d) accountability, (e) class size,
(g) early childhood education, (h) standardized
(j) performance-based

(k) the total community as a learning ceanter, (1)
(m) vouchers, (n) governance of the teaching
(HMD)

(c)



e
~O
O
N
o~
o
=)
|

DHEW Publication No.

INSIDESOUNTE

The Final Report and Recommendations of the

TEACHERS
NATIONAL FIELD TASK FORCE

on the
IMPROVEMENT AND REFORM OF AMERICAN EDUCATION

US DEPARTMENT OF HEALTH
EDUCATION B WELFARE
NATIONAL INSTITUTE OF

EDUCATION

Ty DOCUPAENT =AS BEEN S EPWD
DUCED EXACTLY AS WECEIVED @ ROM
THE PERSON QR OROGANIZATION CRIGIN
ATING T POINTS OF v1E W OR OPINIONS
STA14D DC NOT NECESSARILY REPRE
SENT OFCICIAL NAT ON&GL NSTITLUTE OF
EOLCATION POSIT:CN OR POL TY

U.S. DEPARTMENT OF HEALTH, EDUCATION, AND WELFARE

Caspar W. Weinberger. Secretary
Charles B. Saunders, Jr . Acting Assistant Secretary for Education

Oivice of Education
John Ottina. Commissioner

(OE) Th-12002



In 1972 the U.S. Office of Education funded six independent National

Field Task Forces on the Improvement and Reform of American Education.
The names of these task forces are:

Administration and Supervision

Basic Studies

Community

Council of Chief State School 0Officers
Higher Education

Teachers

This publication presents the final report and recommendations cf the
Teachers task force. Reports and recommendations of the other task

forces are published separately. These reports and recommendations do not
necessarily reflect the position or policy of the U.S. Office of Education,

and no official endorsement by the U.S. Office of Education should be
inferred.

DISCRIMINATION PROHIBITED.--No person in the United States shall, on the
ground of race, color, or national origin, be excluded from participation
in, be denied the bernefits of, or be subjected to discrimination under any
program or activity receiving Federal financial assistance, or be so

treated on the basis of sex under most education programs or activities
receiving Federal assistance.




MEMBERS OF THE TEACHERS TASK FORCE

Marybeth Ardike
Wilson Junior High School
Cleveland, Ohio

J. Michael Crosby
Wilde Lake High School
Columbia, Maryland

Tommy Fulton
124 E. Northrup
Midwest City, Oklahoma

George G, Gumeson
Claremont College
Claremont, California

Mel Leasure, Co-Chairperson
Jefferson Elementary School
Ferndale, Michigan

Vera Modiste
3120 Brittan Avenue
San Carlos, California

Thelma Outler
2390 N.W. 48th Street
Miami, Florida

LEADERSHIP TRAINING
INSTITUTE ON TEACHER
PREPARATION REPRESENTATIVES

Kathy Adams
Donald Orlosky
B. Othanel Smith

Frank Perez
14 Flying Cloud Course
Corte Madera, Califcrnia

Doris Ray
Lathrop High School
Fairbanks, Alaska

Marilyn Rauth

Research Division

American Federation of Teachers
Washington, D.C.

Leona Sibelman, Co-~Chairperson
17542 Orna Drive
Granada Hills, California

Anita Tur
Weequahic High School
Newark, New Jersey

Gloria Weinman
Public School #176
Queens, New York City, New York

Lauri Wynn
2516 W. Brown Street
Milwaukee, Wisconsin

OFFICE OF EDUCATION
REPRESENTATIVES

Robert Ardike
Allen Schmieder

U.S. GOVERNMENT PRINTING OFFICE

WASHINGTON: 1974

For sale by the Superintendent of Documents, U.8. Government Printing Office, Washington, D.C. 204C2 - Price $1




FOREWORD

In its continuing effort to develop programs which are more responsive to
local needs, the National Center for the Improvement of Educational Systems
of the U.S. Office of Education (0E) established six field task forces in
early 1972 to contribute directly to its intensified efforts to help im-
prove the Nation's school systems and the preparation of the people who
staff them. These new groups, appropriately called the Field Task Forces
on Improvement and Reform in American Education, represented a major
commitment by the OE to involve people, institutions, and organizations

in a continuing appraisal of its existing national trzining programs and

in the development of alternative program strategies.

The creation of the Field Task Forces was a significant step in OE's

efforts to build more effective mechanisms for utilizing the best of the
wisdom and experience of its funded training projects and persons on the
educational firing line. This particular effort built strongly on the

work of Task Force 72,1 under the leadership of Dr. Allen Schmieder, which
directly involved the contributions of over 10,000 educators in the develop-
ment of its reports and recommendations.

The Field Task Forces brought together a national cross-section of pace-~
setters from the major constituencies of American education--teachers,
State education departments, the community, school administration and
supervision, higher education, and spokesmen for the basic subjects taught
in the schools--for a 6-month analysis of the key concepts underlying
current training program policies, and more importantly, to help develop
more effective means for achieving systematic educational improvement and
reform. It is hoped that this important intensive task force effort will
provide some models for a more systematic and continuing dialogue between
Washington, the Regions, and the American and international community re-
garding the formulation and implementation of national educational training
policy.

The need for and desirability of such Windows to the Bureaucracl2 is
reflected in the enthusiastic response from the Nation to this call to

1 A task force organized in early 1971 by the former Bureau of Educational
Personnel Development (later National Center for the Improvement of Educa-
tional Systems and now the Division of Educational Systems Development,
Bureau of Occupational and Adult Education) to examine the implications
of training complex=zs, protocol and training materials, the OE-commis-
sicned Elementary Teacher Training Models, and competency-based teacher
education for educational reform and for future programing affecting
educational personnel.

2 The title of a publication of the National Advisory Council of Educa-
tion Professions Development which calls for a much greater involvement
of people in the field in the development of national education program
policy.
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action. The Task Forces, whose members were nominated by a wide range of
education personnel and groups from OE-sponsored programs and projects,
included representatives from organizations which collectively have several
million members. All major geographic regions and almost all racial and
ethnic groups were represented in a rich variety of personnel embracing
such committed leaders as the White House Teacher of the Year, the Presi-
dent of the American Counseling and Guidance Association, the President of
the National Council on Anthropology and Education, the Chairman of the
National Conference on English Education, the head of the Black Caucus of
the National Education Association, the Director of the Education Division
of the National Conservation Foundation, the President of the American
Association of Colleges for Teacher Education, the Leadership Training
Institute Directors, and the Director of the Schools Division of the
National Science Foundation. In the Field Task Forces, too, were to be
found classroom teachers, parents, community activists, administrators,
and others without formal title who by their involvement in training proj-
ects displayed a heavy personal stake and a deep-seated commitment to
change,

But all of the members, who formed vested interest group concerns, were
selected in the hope that their recommendations would reflect their per-
sonal wisdom as well as the best of the training program viewpoints and
policies of their groups.

The Task Forces had three major purposes: (1) to make recommendations
regarding how best to use discretionary training funds for the improve-
ment of the quality of American education. (2) to help develop specific
training strategies for the improvement .f educational systems through
more effective development of educational personnel, and (3) tc show the
way to a more effective communication system between the national Federal
offices, regional offices, State offices and their constituencies.

The Field Task Forces completed their respective studies in the Fall of
1973. Their reports and recommendations reflect their reactions to the
state of improvement and reform in American education as it existed at
that time. Many changes have occurred since then--as a result of steps
taken by the Administration, by the Congress, and by the educational
community. Although some of this material is therefore necessarily dated,
so much of it is still current and useful that I feel that these reports
will prove valuable not only today, but in the future. Although they do
not necessarily reflect OE positions and policies, they contain the
opinions of knowledgeable and dedicated men and women. With this in mind,
I commend them to you most earnestly.

Washington, D.C. William L. Smith

May 1974 Director, Teacher Corps
(formerly Associate Commissioner
of the National Center for the
Improvement of Educational Systems)
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I. INTRODUCTION
Who are we?

We are teachers. Our skills, special training, and experience in the
classroom give us a knowledge of schools not available to any other group.
We know what is being done well; we know what is being done poorly or not

at all; and we know what must be done to make schools better than they
are.

What do we do?

We provide our students with empathetic understanding, an awareness of
their personal values, success experiences that build their self-concepts
and cognitive skills necessary to become productive members of society,

and we all do it differently; we are as much individuals as are our
students.

What are the results?

Excellent, when we consider the restrictions placed on us by limited re-
sources, the constraints of the bureaucracy, the fact that we have little
influence or authority in major educational decisions~-but falling short
when we acknowledge the variety of student needs unmet.

What must be done?

1. Teachers must have the authority and freedom to make instructional
decisions appropriate to the needs of their students.

2. Decisionmaking bodies must be restructured so that schools become
responsive to the needs of their clients.

3. Major changes in programs of teacher preparation and inservice train-
ing must be undertaken to staff schools with personnel prepared to
teach in the present, anticipating the future, as contrasted with our
present staff, primarily trained to teach in the past.

4. School programs and school facilities must be so designed that stu-
dents, parents, and the community as a whole view the school as an
integral part of their environment. The school must be seen as both
the best use of time and resources in the present and a wise invest-
ment in the future.

5. Alternative methods of meeting the educational needs of students must
be implemented so that each is able to utilize his or her own unique

skills and interests in a program that will prepare each as a produc-
tive member of society.




6. Federal funds must be continuously available to public schools for the
purpose of initiating and maintaining activities that bring about con-
structive change, a necessary and unmet rneed in this time of rapid
societal change.

7. Society, under national, State, and local political leadership, must
support responsible educational improvement issues and treat education
as the priority item they say it is.

Who can do it?

Teachers in coalition with other grcups interested in improving education.

What will result?

Students will participate in programs they recognize as valuable to them;
programs designed to meet their needs; programs that acknowledge human
diversity rather than superimpose conformity.

Parents will view schools as a place where their children can gain skills
and experiences to help them utilize productively the resources available
to them.

Teachers will be able to use their talents and training in response to the
needs of students, rather thwun serving the needs of the system.

This report speaks of teaching and learning from the perspective of
teachers; teachers who look out from inside today's schools to the communi-
ties they are expected to serve. We make no attempt to define school, for
that definition will vary from community to community as parents, teachers,
and students combine their values, talents, and resources to meet their
educational needs.

Discrepancies between what is and what ought to be abound. To dwell upon
these shortcomings is to view the schools as totally inadequate, a view
unjustified in that more young people in the United States are in school
than ever before, and they are staying in school longer and receiving a
better education then ever before. Our effort is to describe from our
perspective the minimum that must. be done to make a fundamentally good
system better.




II. THE TEACHING TASK

Teachers are farilitators of learming. They assist and direct the natural
and inevitable learning processes of their students. In addition to assis-
ting in acquiring competencies and values, teachers must create experiences
that will enable students to think critically and analytically, make in-
dependent decisions, develop social consciousness, and recognize the impor-
tance of making productive contributions to the community.

The ability of the individual teacher to be a facilitator of learning is
affected by the environment in which the students and teachers meet. In
many cases, the present school environment needs significant change if the
quality of education is to be improved.

The school, as an institution, has a tendency to ignore the fact that
learning is a personal experience occurring continuously in all people.
Evidence of this ignorance is shown in such school-propagated activities
as establishing inappropriate groups, standardizing behavioral expecta-
tions, and evaluating what students do on some arbitrary scale ranging
from fajlure to outstanding. Little note is taken of what the student
really learns. The present school environment, with its orientation
toward mass production, often inhibits the teacher's ability to meet in-
dividual student needs.

Learning is an active process in which the student must be the doer.
Therefore, teaching, to be effective, must place emphasis on establishing
situatrions in which the student is the producer. The teacher's actions
must not intrude upon the student's opportunities to do-~hence, learn.
The teacher's contributions in assistance and direction are essential *f
the student is to realize fully his or her own potential for growth.

The major components of good teaching are cyclic in nature. They are:
(1) the determination of the individual student's program needs; (2Z) the
design of experiences that help the student implement the program; and
(3) the asgessment of how well the experience meets the student's need.
The latter is synonymous with the Jdetermination of further needs. To
demonstrate the cycle, a closer examination of these three components is
in order:

1. The proper determination of the individual student's program is the
joint responsibility of the teacher, the student, and his parents.
The gradual assumption of personal responsibility for instructional
program planning is an experience denied most students today. This
determination of individual student program takes into account past
achievements, community and family expectations, actions of peers,
and the student's perception of his long- and short-range goals. It
is in this activity that the student recognizes his worth and sees ir
his teacher a respect for the values upon which his decisions are
based. This is a painstaking process and one for which the teacher




needs both training and experience. At the present time, many teachers
substitute their own values or the school's values for those of the
parent and student, thus dictating rather than directing. This not
only damages the self-esteem of the maturing student, but prevents the
student from making decisions, a skill he needs to develop but one he
is generally forbidden to practice.

2. The schools most often design experiences for groups of students within
a limited environment. Lack of staff and an abundance of students have
led to this common practice. Whether the experience fits an individual
need, the degree to which individual students benefit from the experi-
ence, and whether the experience can be implemented by all students in
a group are questions seldom asked. To be effective, a designed ex-
perience must be based on a determined need and it must be within the
student's capability. The teacher is responsible for seeing that any
experience design accounts for the full range of learning skills, i.e.,
the affective, the psychomotor, as well as the cognitive domains. Fur-
ther, the activities within this experience should be identified by the
student as appropriate to both immediate and long-range goals. In
designing experiences, teachers must be able to use the total community
as the learning environment. Restricting learning activities to the
confines of a campus or the structured hours of a school day is to
ignore the effect that the total environment inevitably has on any
learning activity. These personalized experiences should consist of
both activities undertaken individually and activities within a gZroup
when the group presence contributes to a successful experience.

3. The teacher and student must be continuously aware of the progress
made in the implementation of any designed experience. Where the
student succeeds, the teacher notes it, giving the student positive
reinforcement in his perception of his abiliti{es and compiling a
record to inform parents of the student's progress. If implementa-
tion of the designed experience 1s perceived by the teacher or student
to be failing in meeting the student's need, then either one can inter-
vene to modify the learning experience. This on-going evaluation is
the primary resource for further determination of student needs, thus
completing the cyclic nature of these components.

In order to effectively implement this cycle of teaching activities, any
educational program must consider teachers and students as unique indivi-

duals with varying skills and personalities. To relate students with only

a single adult is a disservice to them and to the adult who is expected to

be an effective teacher. Further, a single teacher cannot realistically
determine immediate program needs, design experiences, and 2valuate the

effects of the designed experiences for the number of students constituting ~ -/
a class today. i

The learning community (class) must have sufficient numbers of both adults
and youths to develop a wide variety of communication patterns. Present
inadequate staffing ratios and the trend toward further staff reductions




are creating a myth of a teacher surplus, Until the learning needs of
individual students are met, there should be no arbitrary limit to the
number of qualified people added to the school system. Teachers should
be as freely available to one another as they are to their students; a
condition impossible to achieve in most of today's schools.

When the proper environment for teaching is established, teachers become
partners in learning with students and colleagues sharing experiences and
planning together to realize both the goals of the individual student and
the school. Traditionally, the concept of in loco parentis has influenced
the role of the classroom teacher. Schools perpetuate a paternalistic
model of control and decisionmaking. All too frequently, the myth that
"daddy knows best" characterizes administrator interaction with teachers
and teacher treatment of students. This climate of excessive authority,
repression, and disregard for individuality increases frustrations, re-
sults in negative learning, and phyvsical or psychological dropping out.
The teaching environment must be one of freedom and mutual respect to
encourage students to develop responsibility.

It is a reasonable expectation that proper development of an educational
program in a school will require some differentiation of tasks. In most
cases this will be necessary if the individual talents of the professional
staff are to be fully utilized. Differentiated roles and responsibilities
should be established on a horizontal basis with salaries for fully certi-
fied personnel based on relevant out-of-school experience, years in ser-
vice, and continuing education. This does not rule out the use of positive
elements such as flexible staff assignment, individualized inservice pro-
grams, cooperative team approaches, interdisciplinary curriculum, or cross-
age grouping. This concept of horizontal differentiation 1is consistent

with the principle «f esxtra-pay-for-extra-work. It avoids the inflexi-
bility of levels commo:n to most plans of vertical differentiation.

Attempts to insti:uti nalize, rigidize, or bureaucratize patterns of staff
utilization should = -~ ted. The extra-pay-for-extra-work principle
bases extra salaries tne performance of additional tasks as determined
and assigned by teacners--supervision of interns, committee work, program
planning and coordination--not upon designated, locked-in "levels" of re-

sponsibility. Since the nature of these tasks will vary, as dynamic pro-
grams must vary, rigid ladders of any kind are rejected.

Effective school management, the key to maintaining a proper learning
environment, involves two components: (1) clerical accountiug responsi-
bilities, largely bureaucratic in nature, and (2) program responsibilities
through which the educational needs of the students are met. Clerical-
type adminlstrative duties should‘be delegated to a trained business
manager whose sole function is to relate the available resources to the
educational program. The management of the educational program should be
the responsibllity of those trained and experienced in education--the
teachers. A school's principal clearly would be the "principal-teacher."
The advantage of this system i{s that the program administrator as a
teacher, can communicate with and offer help to teachers in a




nonthreatening, nonpunitive way. With administrative clerical duties left
to the business manager-administrator, the program administrator (principal-
teacher) is free to devote time exclusively to teaching-learning concerns.
Budgetary decisions in such a system of dual administration are made cooper-
atively by both business managers and teachers,

Teachers' activities cannot be restricted to the school environment if
teachers are to be effective facilitators of student learning. Teachers
must have a first-hand knowledge of the students' total environment. To
this end, effective communication between parents and teachers is neces-
sary; it must be two-way communication on a one-to-one basis. The present
system of periodic grading, even though many systems have a built in feed-
back mechanism, is a barrier to effective communication because it cate-
gorizes and institutionalizes what should be common personal concerns.
Parents and teachers should meet and talk whenever there is a need. Either
party should be free to initiate the contact, although realistically the
first step will usually rest with teachers.

Much of this parent~teacher dialogue should include the students. This is
particularly true as they become more mature and are expected to assume
more respensibility for their own activities. If students are not included,
they may view the home and the school--both authoritarian environments--as
either in conflict over who has ultimate control or as conspiring to effect
control. Neither outcome is consistent with expectations for student
development of a sense of personal responsibility.

Teachers, however, must have time available to make parent contacts on a
regular basis. To achieve this, teachers should be assigned reasonable
student loads and given some flexibility in scheduling. To meet regularly
with parents, teachers need to be knowledgeable about the communities in
which they teach. This means that a component of teaching in any community
will be a training program through which teachers gain knowledge of the
community. The components of such training should have a community, not a
school, origin.

The community is a resource frequently ignored in most educational programs.
In children's early years, from birth to age 5 or 6, the total learning ex-~
perience is in the community, primarily at home, although in some cases
children may have some type of early childhood education experience, i.e.,
parent co-op, nursery school, or Head Start. It is well documented that
these are the years of greatest learning achievement. Oral language,
values, psychomotor skills, and reasoning are all established during these
preschool years. In fact, educational programs are designed on the basis
that children have these skills before entering school.

After entering the regular public school program, students still spend only
one-seventh of thelyr time in this environment. School-initiated programs
should be so designed that the total community experience of each student
is an integral part of schooling. The technology and resources for such
programs are available. The changes needed are in the utilization of
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these existing resources. Designed learning experiences must include
activities that utilize other community facilities than merely the school
if the student is 10 realize the difference between schooling and educa-
tion. Teachers must have the authority and freedom to design educational
experiences using the best resources, whether or not they are present
within the confines of the campus. This requires a radical c¢hange in our
methods of pupil accounting but such change is necessary, for current
pupil accounting methods are more compatible with custodial care than

with intellectual growth.




III. DEVELOPING PROFESSIONAL COMPETENCE

Developing professional competence has two aspects of equal importance.
They are:

1. Learning to teach. This is a personal experience accomplished by
teaching. There is no other way to learn to teach.

2. Learning about teaching. This is a vicarious experience which con-
sists of watching, analyzing, and philosophizing about teaching.

Adequate teacher preparation includes both of these elements in a continu-
ing dynamic inter-relationship. Preparation for teaching begins the in-
stant an individual begins to learn. Learners utilize all those who
surround them as teachers; anyone who influences another acts the role of
teacher. Thus, any person is a potential member of the teaching profes-
sion. Selection should not be geared to any particular segment of society,
as was true in the past when teachers were predominantly middle-class--the
poor were excluded due to the costs of professional preparation and the
affluent excluded themselves because of the teaching profession's lack of
status,

The logical process of transfer from preparation to teaching is internship,
a process not adequately covered by the present program of student teaching.
The internship should be a time for a newly prepared teacher to assume
teaching responsibilities but not to assume them totally or in isolation.

A new teacher frequently faces serious problems, usually related to class~
room management. Under present conditions, there is no adequate provision
for assistance in these problems. By going to the principal, a seemingly
logical source of help, the new teacher risks the danger of appearing inept
and incurring unsatisfactory first-year evaluations. If he approaches
other teachers for help, he may not receive it. Furthermore, he may post-
pone the request until the problem is well established and correction much
more difficult. Advice received informally from other teachers, while in-
valuable, is usually remedial in nature rather than preventive and usually
comes much too late. The alternative to seeking help from the principal

or fellow teachers is to just survive. Unfortunately, many new teachers
choose this final alternmative and endure a year of frustration while their
students suffer a year of educational mediocrity.

The intern assumes all the responsibilities for assisting and directing
students' learning act:vities but with a limited teaching load. Teaching
tasks have first priority but with a smaller load thcre can be adequate
time to perform tasks that will require much less time after the intern

is experienced. This provides time to do a good job and prevents the
shortchanging of students. In addition, the intern is expected to communi-
cate regularly with other staff in regard to day-by~-day experiences, be
they instructional, organizational, or professional. This planned communi-
cation 1s an integral part of the teacher-intern relationship, not an




occasional response to incidental problems. The experienced teacher has a
single function in regard to the intern--to assist and direct--and must be
given time commensurate with the task. This relationship in no way involves
either supervision or evaluation. These responsibilities remain, as they
always have, with management personnel.

The provision for internship is the jJoint responsibility of the hiring dis-
trict and the local teachers' organization. Such matters as appropriate
teaching load, numbers of interns accommodated, satisfactory wage and fringe
benefits, me:hod of intern assignment, etc., are proper items for inclusion
in the mast2r contract.

Responsibility for teacher preparation lies with the schoonls that need pro-
fessional teachers, the community that depends upon the schools to meet
educational needs, the institutions of higher education that provide train-
ing experiences for teacher development, the professional teachers' organi-
zations that promote understanding of training needs and expected perform-
ance standards, and primarily, with the individual who aspires to become a
teacher. A program of teacher preparation that ignores one or more of
these factors is inadequate.

Improved programs of teacher preparation require much closer cooperation
between public school districts, institutions of higher learning and the
organized teaching profession. The presence of teachers-in-training in
public schools should be much greater. Their activities might vary from
class participation as a student, sitting with teachers in planning and
evaluation sessions, talking with parents, assisting in the instruction of
individual students, to participation in training programs designed to meet
unique local needs. Interns will beccme aware, through first hand experi-
ence, of the prnfessional concerns of teachers; concerns related to teach-
ers' working conditions and the benefits of being members of the teaching
profession,

Appropriate coalitions must be established to provide inschool experience
so that the prospective teacher has experiences in a number of schooils,
environments, elementary and secondary education, and a variety of school
communities--inner-city, suburban, and rural. In addition to the school
district, higher education and teachers' organizations, various community
groups must participate in such coalitions. This will allow the prospec-
tive teacher to see the variations present in schools and to make judg-
ments concerning special preparation for a particular phase of public educa-
tion. It is unrealistic to support a general education program that pur-
ports to train teachers and at the same time isolates them from the school
environment where they will be expected to perform with competence.

The condescending attitude of many teacher education professors, toward
elementary and secondary teachers, combined with their traditional control
of both preservice and inservice teacher preparation, is not conducive to
realistic change in teacher preparation. This singularity of dectision~
making has been 2 major force in preserving the status quo, thus generating
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much of the concern for today's inadequate educational programs. Teachers,
through recognized teacher organizations, must participate with State de~
partments of education and higher education to make decisions based on real
needs. Until such coalitions are made, teacher organizations will continue
to confront current decision making bodies. Unless higher education recog-
nizes teacher concerns about standards and teacher power as forces of change
in teacher preparvation, school districts or professional organizations will
appropriate the teacher preparation functions. Higher education, as the
only decisionmaker, will be left out. Current activities leading toward
performance based teacher certification evidence this trend, and it is

seriously proposed in some arer~s that licensure become a task of local
superintendents.

The classroom teacher should be central to the planning and implementation
of any program of teacher preparation. No individual knows better than the
teacher what the task of teaching entails. Present %eacher preparation
programs, which to a large degree are designed and implemented by collegera
and universities, are confined to teaching about teaching. They miss the
mark when it comes to teaching to teach.

Higher education 1s a fact of life for those preparing to teach. It is
not likely to change. The name "higher education” is an unfortunate mis~
nomer and falsely gives exclusive prestige to what should be considered
an integral part of a total educational program.

Higher education provides an enviromnment, resources, and a formal record

of the experiences of students following programe of teacher preparation;
it 1s a service agency to the teaching profession. In order to provicds

the services most needed, institutions of higher education must have the
knowledge of what is necessary to prepare competent teachers, information
that is best obtained from teachers practicing in classrooms. Aspiring
teachers have the right to expect three things from their higher educa-
tion erperiences: (1) competency in specific subject areas; (2) competency
in a variety of teaching methods, methods appropriate to varying student
needs and populations; and (3) an understanding of the role of the schools.

Further, higher education must include these ingredients in a simultaneous
parallel manner--not on an alternating or sequential basis. Human re-~
sources are wasted by spending 3 or 4 years in an academic environment to
gain subject competence; add 1 or 2 more years for development of educa-
tional philosophy, based on theoretical materifal, and a semester or two
of student teaching (where decieions are made Ly a supervisor while the
student tries to relate theory, practice, and gubiect matter). The neo-
phyte, but certified, teacher is then placed in isolation with a group of
students to either sink or swim. Not only is this practice wasteful, it
is grossly unfair to the new teacher and to the students he is expected
to serve.

Finally, colleges must assume the responsibility of preparing teachers to
teach in a world of change. Prospective teachers must know what
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educational research is doing, what is known, and what is not known about
the teaching-learning process. They must understand the nature of the
knowiedge explosion and its implications for curriculum and curriculum
change. They must be aware of human relationships and how those relation-~
ships change with the social and economic structures of society. To meet
these expectations, higher education must support teacher preparation to at
least the same financial level invested in the preparation of doctors of
medicine. The mental health of our society 1s as important as is the phy-
sical welfare of the individual.

An adequate program of teacher preparation involves not only school dis-~
tricts and institutions of higher education but professional organizations
as well. Professional organizations are the means by which teachers speak
and act in the interest of education. This independent forum voices the
concerns of all teachers and identifies common needs. The implementation
of a teacher's creativity is limited by the current unavailability of re-
sources and the common practices of the employer. No such constraints
exist as a teacher participates in professional organizations. The inde-
pendence and autonnmy of such organizations provide the most effective
vehicle for identifying changes that lead toward professional improvement.

The role of professional organizations does not end in the identification
of needed changes. A further task is tc¢ disseminate an understanding of
the needs in three major directions. These ave:

1. To the local district. This is best done by establishing, through a
contract, communication mechanisms that ensure the function of mutually
agreed upon responsibilities for bringing about change.

2. To institutions of higher education. When the needed changes involve
the cooperation of such institutions with both the needs and the cri-
teria by which the achievement of those needs can be documented.

3. To the community at large. Who else but the organizations represent-
ing education can assume an advocacy role for a better program of
teacher preparation?

Closely related to the preparation of teachers is governance of the pro-
fession, which is the determination of who shall be certified to teach in
public schools, the establishment of criteria for such certification, and
the assurance of continuing competency of those certificated.

When a school program or individual teacher is determined to be ineffective,
there is a cry for teachers to get their house in order. However, it is
not the teachers' house, although it should be. Teachers do not determine
who enters it, what tasks are to be performed in it, nor do they have the
opportunity to change deficient performance. The complete lack of teacher
self-governance has led to the establishment of tenure, a condition neces-
sary for personal and financial gecurity-—se-curity so that the individual
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teacher can concentrate on the teaching task. Teacher organizations are
in favor of tenure for it is in the best interest of teachers and educa-
tion, until Jue process through self-governance is attained.

Long years of education, continual training after entering the teathing
ranks, and th~ responsibility for the education of cur most precious re-
source--our C. :ldren--identify teachers as professionals; yet they find
themselves in an incongruous position. Doctors, lawyers, architects,
engineers--all other professionals govern their own professions. In con-
trast, teachers do not have a deciding voice in their own destinies.
Control over all aspects of the educational »rofession is relegated to lay
school boards, local politicians, State legislatures, etc. Teachers,
through legislation, must have a role in determining the meaning and measur-
ability of competence; then, and only then, can they be responsible for the
individual effectiveness of themselves and their colleagues. When this
takes place it will no longer be possible for colleges, in collusion with
school districts and State departments of education, to force teachers and
prospective teachers to enroll in irrelevant and outdated courses and in-
stitutes. Teacters have the knowledge of course content and experiences
needed for adequate preparation. Self-governance provides the authority

to act upon that xnowledge.
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IV. MAINTAINING PROFESSIONAL COMPETENCE

Most teachers who are teaching today will still be teaching ten years from
now. What will they be :eaching and how will they be teaching it? Staffing
a school with well prepared and competent teachers is no guarantee that
staff competency will continue. There are too many variables at work.
Attending student populations change character as the surrounding neigh-
borhood changes; rural schools become suburban, suburban schools grow at
unprecedented rates; and inner-city schools face totally revised programs
to accommodate changing economic and social conditions. A school serving
the needs of a specific community must be responsive to community needs;
changing as the community changes. 1In addition to these responsive changes,
the school must initiate change internally as appropriate curricular
materials are adopted, as methodology is modified to meet student need,

and as internal organizational changes indicate different staff
responsibilities.

Maintaining competence will involve the individual teacher, the teaching
staff as an entity, the school district, professional organizations, those
community agencies that depend on the schools to provide citizens with
skills and attitudes needed by a productive community, and those that have
resources for use in the training of staff and the deveiopment of relevant
programs.

The school district and the teachers' professional organizations share the
responsibility for maintaining an effective staff. Let us speak plainly
to this point; it is crucial to the improvement of our public schools. It
concerns both the autonomy of school district governing boards and their
relationship to the professional staff. It is well known that schools are
slow to respond to unique student needs or to initiate change. However,
this is not at all unexpected considering the management structure of
schools. The groups now responsible for acting as change agents are school
boards, consisting of elected or selected lay representatives, and the
school administrators. Neither group participates in the prime function
of the school--teaching and learning. The school board is not composed

of professional educators and, therefore, should not be expected to make
decisions in the professional arena. 1Its task is to oversee the entire
school program by describing what the community expects from the schools
and determining whether or not the community is satisfied with what it
receives. Theoretically, educational decisions are the responsibility of
professional educators and should result in a program satisfactory to the
board and the community's representatives. This division of responsibility,
however, does not always work in practice. In most school districts, the
larger ones in particular, survival ranks highest on the list of needs of
governing boards and school managers. The task of accommodating legisla-
tive and budget restrictions 1is so complex that there is little time,
personnel, or desire to magnify these problems by contemplating change--
change based on educational needs, not economic considerations. Simple
maintenance of the status quo exhausts the resources available. The
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challenge is to meet the needs of children in a changing soclety, not the
needs of an existing bureaucratic system.

If schools are to increase their effectiveness, teachers and administra-
tors must work as an integral part of the governing body in identifying
needed educational changes and implementing programs to accomplish them.
Teachers are in the best position to determine what works and what doesn't
in reaching educational goals and meeting student needs. Further, each
teacher has this information for his unique teaching situation. Adminis-
trative data that reflect district-wide conditions can be totally unrepre-
sentative of any particular situation. The maintenance and improvement of
the instructional program, although a cooperative activity, must be depen-
dent on the tcachers' knowledge of needs. Sadly, many school board members
and administrators perceive the teacher as an indentured servant, rather
than a professional with knowledge and skills. Such administrators and

board members see themselves as system managers rather than as facilitators
of education.

The teaching staff must have the responsibility for determining what needs
are not being met and what training and materials are needed to develop
effectiveness. The district has the responsibility of supplying the re-
sources to maintain the most effective program. To assign responsibility
where it can be carried out effectively and to maintain a responsive sys-
tem staffed with competent teachers, a new unit is proposed for all public
schools--the teachers’ center. (See Appendix B.)

The function of a teachers' center is to maintain an effective educational
program through continual teacher preparation in the knowledge, attitudes,
and techniques of teaching. The teachers' center will provide opportuni-
ties for teachers to participate in a continuing effort to maintain and
upgrade skills. Continual education and training are an obligation upon
both the teaching profession and the school district, and it could serve
as the pivotal compunent of an educatioral planning system.

The program within the teachers' centcor is 2 continucus process, cyclic in
nature, the first step being to d:termine tx¢ needs of studezits and teachers.
This assessment is both responsive (identifyins current deficiencies) and
creative (initiating new procedures and developing new materials). This
needs identification is the basis for determining specific program goals.
These goals are interpreted by teachers into specific program objectives.
This allows teachers to design specific activities by which they demon-
strate competence in the understanding and accomplishment of the objectives
in their unique teaching situations. The final component of the cycle is
evaluating the degree to which the c¢bjectives are attained and observing
the effect of their attainment on reaching the predetermined goals. This
final step, in practice, is synonymous with the initial step of needs
assessment and completes the cycle. The teacher's role and responsibility
in the teacher center is the same as it is with students, but the focus

is on assisting and directing the learning of teachers rather than students.
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The establishment of teachers' centers is seen by the Task Force as a
positive solution to some of the current problems associated with achieving
educational accountability.

The elements of a teachers' center program must be determined by those

teachers whom the center serves. Such elements include, but are not
1ivdted to:

1. Retter techniques and procedures for dealing with individual student
problems in basic communication skills, particularly reading, oral,
and writing skills. This involves identifying, developing, and using
diagnostic materials and techniques. Appropriate programs and materials

must be designed so that the student effectively uses the resources
available to him.

2. Developing activities through which students can discover how to wisely
and creatively use theilr freedom for -~elf-fulfillment and social
improvement.

In addition to activitiea related to student-teacher relationships, the
center servesas a base for cooperative endeavors between teachers and

those involved in educational research. Such program elements could lead
to:

1. Dealing in a positive way with the multicultural aspects of a class
as well as of the community at large. This aspect of a teachers'
center program requires special attention where the learning-teaching
process is affected by bilingual conditions.

2. Race relations programs in which understanding, not accommodation, is
the goal.

3. Developing group practice techniques. This is a clinical approach to
the development of teaching patterns that fully utilize the unique
talents founda in groups of teachers and permits a student to have
interaction with more than one teacher.

4. Keeping an up-to-date record of what is working in the educational

programs of other school districts and providing a means of determining
the appropriateness of their adoption.

The teachers' center should be governed by rhe teachers through their
proressional organization.

The program of a teachers' center must be under the control of teachers,
who are the designors and immediate recipients of the teachers' center
activities. To this end, the teachers, through their professional organi-
zaticns, have the responsibility for participating in the governance of
the center. This includes regulating mechanisms for obtaining the

-17-




educational concerns of all those affected by the school program--parents,
students, teacher aides, management personnel, representatives of community
groups, etc.

Placing program determination in the control of teachers is essential if

the center is to respond to teacher-discerned needs. If program control is
maintained within existing governance bodies, it is realistic to expect that
system concerns will take precedence over identified educational needs--as
is true in most district-controlled inservice programs.

The teachers' center's primary funding should be public sources--local,
State, and Federal, Local funds currently used for inservice activities
are appropriate; a portiorn of State funds used in research and similar
programs could be allocated for teachers' centers, but the primary source
should be Federal. This consists of a specific grant to each State to be
distributed to districts establishing teichers' centers. Teachers' cen-
ters could also seek funding from other public and private agencies where
locally determined programs make the use of such funds appropriate.

The obligation of each of these participating agencies--the school district
and the professional organization--should be agreed to and formalized in
the master contract that defines working conditions and specific responsi-
bilities for the profession and the local district.
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V. THE NECESSITY FOR AND THE NATURE OF CHANGE

The Task Force is clear on the need for change. The changes proposed will
enable schools to accomplish two things not now being done, or being done
poorly at best. One, the schools will be able to design and implement
programs to meet the changing needs of individual students by placing cur-
ricular decisionmaking authority and responsibility in the hands of teach-
ers. Two,public schools will be able to z..swer the demands of the public
for accountability by defining who is accountable for what. Student
accountability, teacher accountability, and management accountability will
be recognized as separate functions with each held accountable for the
results of its own decisions.

Rapid changes in our society are not reflected in most educational programs.
Formerly, criticizing the schools was an academic exercise. Now it is a
profitable pursuit, as demonstrated by the popularity of books and publica-
tions that acknowledge that schools could be better than they are. A re-
sult of this collective criticism has been a resurgence of conservative
positions regarding public education. Seeing no clear way to go in the
future and the common recognition of the need for change have led public
opinion to look to the past for solutions, forgetting that the inadequacies
of the past created the broader programs of today. In contrast to change
efforts of the past the changes proposed in this report will provide new
directions for public education, an education tailored toward the needs

of individual students and recognizing that each is unique. Our national
strength is weakened by failing to utilize the potential human wealth in
this diversity.

In our American system, perhaps the best test of our priorities is ex-
amining where we put our money. It is the opinion of this Task Force that
if needed changes are to occur, the funds to implement the changes must

not be taken from presently functioning educational programs. Additional
funds must be made available to initiate and maintain activities that bring
about change. As separately funded change activities are proven effective,
the use of currently appropriated funds may be modified, but in no case
should one effort be stopped before an alternative is begun. Funds ear-
marked for improved programs must not be a cover for fund redistribution.

Change Coalitions

The responsibility for massive improvements in public education is neces-
sarily and realistically a shared responsibility. The banding together

of groups for the purpose of informing, influencing, and pressuring others
is a proven method of bringing about change. The need for such coalitions
is obvious in the face of inadequate‘'funding of public education, poor
facilities, inflexible school policies, and unresponsive legislatures.
Teachers recognize the potential of such coalitions and know they must be
entered into with respect and commitment of all participants.
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Community involvement is overdue. It is necessary if effective changes in
educational programs are to be realized. The responsibility for educating
the youth of the community, while assigned to the schools, cannot be done
without members of concerned community groups participating in appropriate
phases of educational program design. Such participation will facilitate:

1. Effective utilization of community resources.

2. Community understanding of program objectives, procedures, and
accomplishments,

3. The sharing of program responsibilities among relevant community
client, service, and support groups.

School Boards and Change

Change, to be effective, cannot be considered the unilateral responsibility
of local school governing bodies. Such boards, as now exist, are not and
cannot be representative of the population they are expected to serve. Such
boards, be they appointive or elective, generally consist of upper-middle-
class citizens and are representative of only a small portion of the popu-
lation. Their decisions represent their values, an inevitable result if
they operate with integrity. The resulting school programs are thus
naturally designed around a sirgular set of values. The implementation of
such programs is the responsibility of the school administration, again a

group of the upper-middle-class, which reinforces the singularity of school
programs.

Change is a reality which all members of the educational enterprise must
confront and to which they must respond. For too long public schools have
sought to maintain the status quo. School board members, administrators,
teachers, students, and community representatives have contributed to this
reactionary situation. In order for schools to initiate an educational
renaissance, an attitude of change as a function of the school must be
inculcated in all parts of the system and primarily in policymaking groups.
It is here that initial steps toward change must be taken. The Task Force
believes that a typical school board cannot be representative of the
community it serves. Therefore, rather than being a facilitator of change,
it has an inhibiting effect. Further, research is urgently needed to ex-
amine new models of the school board's rcle, its responsibilities, and
functions. Policymaking boards should be reconstructed to make them

representative of and responsive to all constituencies.

Design for Consensus

In order to make effective decisions; there must be a means to reach con-
sensus among those needing, designing, supporting, and implementing educa-
tional programs. Within such a diverse group, the problem of decision-
making becomes paramount. Teachers are understandably apprehensive when

-20-~-




they consider their role as participants in a decisionmaking process where
the final authority is vested in a single group. All too often such ex-
perience has been 'tokenism," and teachers are expected to either provide
support for a predetermined position or to appear as a party to a decision
that really is contrary to their position. This apprehension is shared by
other groups who are invited to participate in decisionmaking only to
experience the same nonparticipatory involvement. A new direction is
needed for such decisionmaking bodies. The collective opinions of diverse
groups acting as equal partners in decisionmaking is a requirement of
planning and implementing any program of educational change. The decision-
making process adopted by the group must be based on the fact that each
party has an undisputable concern to be satisffed and an indispensable con-
tribution to be made. The result of the decisionmaking process must be

a plan that each partner can actively support.

All societal structures change. The question now before us is how can we
control the change to realize the continuing greater benefit to all con-
cerned? The choices seem to be drift, decision, or destruction Drift has
been the normal process; we are now facing change by destruction in our
schools.

The third alternative for change is decision. The Teacher Task Force pro-
poses a means by which such decisions can be made, tried where they are
needed, and assessed to determine their worth. These proposals create an
environment within the public schools that make change a part of the
normal operation of the school. But they eliminate the possibility of
maintaining any change that does not prove to be effactive. The major
provision of these proposals is a decisionmaking mechanism that recog-
nizes the values of all concerned.

The Federal Government and Educational Change

Education, though identified as a State responsibility, is also a Federal
responsibility. Extensive national communication systems have made in-
sularity of thought outdated. Ease of transportation and population
mobility have greatly increased the numbers of students and teachers
crossing lines, emphasizing the national concern for public education. To
expect total responsibility for education to lie within individual States
dependent on their own resources is to ignore the needs of our nationally-
oriented, highly mobile population. This is an arena in which education
must come up to date. It is a national responsibility to keep educational
programs responsive to current needs.

It is appropriate that the . leral Government provide funds on a continu-
ing basis for needed reform. The shifting of the responsibility for edu-
cational decisionmaking to teachers, the estahlishment of teachers'
centers, and the implementation of teacher internships are all process
activities and have equal implications in all states; hence a Federal
responsibility. The maintenance of effective e@ucational programs based
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on the substantive needs of pupils remains the obligation of the States.
We recommend that no less than one-third of any school district's budget
be directed toward activities of continual program evaluation, needs
assessuent, and program design, and that these funds be provided by the
Federal Government. Schools have not carried on these activities because
State and local tax bases are not sufficient to supply funds for both
maintenance and change programs.

The establishment of the National Institute of Education (NIF) may be a
step in the right direction. However, unless the framework of NIE contains
an appropriately funded mechanism for the direct study and application of
the products of this institute, this Federal effort will fail to reach the
local school level; it will fail to meet the needs of children. We em-
phasize that this funding be categorical for change programs and regular
support, not biock grants for restricted periods. Seed money provided to
initiate program changes is usually wasted when sown in sterile ground,
and certainly the present tax basis of most school districts is sterile
grecund. There are three specific reasons why reform programz chould re-
ceive continual funding and be considered as a regular componen~ of a
school district budget., (1) The needs of studeuts constantly change tc
reflect the changes in society in general and ecoaomic and social changes
in school populations. (2) School personnel. teachers, and particularly
auxiliary personnel are transient, and a singular effort to train staff
for unique needs will not have a continuing effect. (3) Planning and pre-
paration of school budgets 1s more efficient when the availability of re-
sources is constant. The implementation of program changes like these
proposed by the Teacher Task Force imply that there will be a reassignment
of responsibility, modifications in personnel assignment, znd training for
staff to properly fulfill their tasks. For optimum effectiveness these
are not l-, 2-, or 3-year tasks; they describe a continuing and on-going
component of the public school system.

Although the Task Force advocates greater Federal support of public educa-
tion, in no way do we mean that this 1increased support imply greater Federal
control of educatiun. Specific limitations should be placed on distribution
of Federal funds. These are:

1. Funds should supplement, not supplant, funds presently available to
school districts.

2. Funding should occur only after the local district has demonstrated
a willingness to participate. Limited funds may be used in the
preparation of plans for obtaining full and continuing Federal funds.

3. Populations to be served should be workably small so that ihe natural

resistance to change present in large political and economic systems
is minimal.
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4. Populations should initially be those in greatest need as identified
by client dissatisfaction, demonstrated by inept performance or out-
right rejection of program opportunities.

5. The focus of change should be on the needs of children. Whether or
not the institution serving those needs is ''public' or "private" is
a moot question.

6. Funds should be distributed to a variety of problem areas represented
in urban, rural, and suburban areas.

7. Thera should be agreement by the local education agency to commit and
redirect funds over which the LEA has control to support the proposed
program changes.

8. There should be agreement between the administration and faculty which
is demonstrated by written endorsement of the proposed program by the
bargaining agent for the teaching faculty. The term "bargaining agent"
means the major teacher organization in the district.

9. Activities should be federally funded only in thore locations where
teachers work under conditions defined in a master contract.

The last two criteria (8 and 9) are considered most important to the con-
cept of real change. Effective programs call for significant change in
the function of both teacher and administrator. If these groups are to
be given an environment for change and creativity, such agreements will

be necessary to provide for personal security, opportunity for appropriate
program development, and training, as well as full implementation of pro-
grams substantially different from those familiar to governing boards and
the community.

Edncational Research

Change prcgrams, bc thiey supported by local, State, or Federal funds, or
any ccuwbination of these funds, should be based on a comprehensive under-
standing of the strengths and weaknesses of current programs. Such infor-
mation is gained through research. However, at the present time, less
than 1 percent of the current educational budget is allocated for research.
What valid research there is, which is relevant to the improvement of edu-
cation for children, is insufficiently disseminated and/or improperly
interpreted. The impact of educational research on the classroom is,
therefore, so limited as to be nearly nonexistent.

A high priority must be placed on the establishment and funding of pro-
grams which will provide expanded opportunities for teachers to partici-
pate in research and development to improve the learning environment.

This participation should begin with the very conception of ressarch
design and continue through terminal evaluations. ©Obviously such research
needs o be school-based.
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Relevant research will recognize that learning is neither an efficient nor
an economical process. However, present research emphases on management
and efficiency have regretfully reinforced the economic factor as the
dominant variable in schocol program planning.

It is essential to est:blish a '"modus operandi” for communication and
cooperation between t achers and researchers. NIE must serve as a viable
vehicle for the accomplishment of this purpose. However, NIE has failed
so far to recognize the import and validity of this need. It is hoped
that a desire to aid relevance and realism to research will cause the
National Institute of Education to eschew insularity and will encourage it
to enter into the real world of public education by funding and conducting
school-based studies with the professional teachers.

The James Report. a treatise on education and training of teachers in
England, addresses the need for teachers and educational researchers to
enter into cooperative efforts. Three of its recommendations are equally
applicablc in the United States:

1. Teachers-~should have full opportunities to take part in curriculum
development projects and other prcjects and investigations.

2. Research workers--coming into the school to pursue their studies should
cooperzte fully with teachers.

3. Teachers—-wishing to take part in this kind of activity should have
inservice opportunities to familiarize themselves with research
tecbnigues.,

It must also be recognized that, due to the nature of the pheonomena,
teaching and learning often need to be examined in light of empirical data.
Education cannot hinge the definition of relevance in research on the
scientific-industrial model of research techniques. Too many areas where
educational research must be done involve the affective realm and concern
process, not product-oriented hypotheses-—areas which cannot he defined
within the neatly prescribed range of one or several standard deviations.

In order to remedy this situation a much improved process must be estab-
lished to deliver the results and implications of research to teachers. This
not only implies that an adequate dissemination mechanism must be created,
but also that the data must be reported with emphasis on implications for
the teaching-learning process. Accompanying this research report should

be suggestions as to how to convert such findings into appropriate methodol-
ogies so that the research will have impact upon classroom activities.

Such recommendations and suggestions must be made by practicing teachers.

It 1s suggested that one means of achieving this information dissemination

and retrieval service would be for the professional teacher organizations,
in conjunction with the Educational Resources Information Center (ERIC)
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and like organizations, to send out a monthly newsletter dedicated tc this
kind of exposure. However, to have such a newsletter reach every teacher
monthly is but a bare and meager beginning. With the continuing expansion
and development of media-oriented instructional materials and tools, much
faster and more interest-stimulating models for research dissemination to
teachers can be devised. But before this can happen, the educational
community must recognize the need for teachers and research to merge
efforts.

Such a partnership as has been described between research and teachers will
create a vital intersection between the actual functioning of teachers and
students and the valid findings of ~urrent research--thereby improving the
classroom experience.



VI. SPECIFIC ITEMS OF CONCERN TO TEACHERS

The teaching task, preparation to teach, maintaining competencv, and
participating in change are professional concerns applicable to all
teachers regardless of specific teaching assignment or geographical
locale. Many other issues of a more specific nature are also of vital
concern to teachers. While it is impossible to address each concern of
over two million teachers, the Task Force feels that certain problems in
public education must be considered. Although they are mast pressing

in limited areas, these problems have implicaticns for the effectiveness
of public education throughout the land.

There has been no attempt to prioritize these pioblems. The priority
of each varies with the unique educational needs of differing communi-
ties, the diverse economic and societal backgrounds of students, and
the varying educational systems. Though the problems appear in this
chapter as separate issues, the Task Forc: recognizes their inter-
relationships.

Inner-City Schools

Many urbun schools perpetuate the cycle of poverty, despair, and frus-
tration. hiey consciously or inadvertently continue to discriminate
against the poor and powerless. Many concerned Americans; educators
and noneducator -~ alike, have taken steps to improve the schools, to
eradicate the inadequacies, and to develop programs whi... will afford
the citizens of urban America the same opportunities that other
Americans have. The efforts of those who have been trylng are com~
mendable, yet the situation remains critical., It is the responsibility
of all those concerned with the future of this nation to accelerate
efforts to improve inner-city schools.

The urban school crisis is not an isolated phenomenon but affects and

is affected by the education offered in all schools, whether suburban

or rural. Children who attend urban schools are, for the most part,
fiom urban areas. However, educators fregucntly com: into urban

schools from suburban or rural bacikgrounds; many hope to leave urban
schools for positions elsewhere. As a result, the goals and methods of
urban schools are based on those developed in suburban schools. The
urban children these schools fail to educate affect all zcheols by their
negative impact upon the image of sciiooling in general. They are more
likely to be unemployed and thus compete for, rather than contribute to,
public funds. We emphasize, however, that urban economic and social
conditions, not just the nature of schooling, contribute to their

unemp loyment.

Pressure to economize, postponement of solving problems in the mistaken
belief that time will solve them, the failure to foresee future
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developments have forced programs of city schools below minimum acceptable
standards. A great deal of money is needed, and it is needed at once, to
rectify this situation. Even small changes are costly, and larger changes
are more costly; but failure to change will be disastrous. The problem can-
not be solved gradually by putting in small amounts of money over extended
periods of time. Unless urban schools receive an infusion of funas suffi-
cient to relieve their crises, they will fall farther and farther behind.
We approve the concept of Federal, State, and local funds to be used for
compensatory programs as supplemental aid. We strongly oppose any guide-
lines or regulations that publicly identify students for whom those funds
and programs are designed. Such practice separates and stigmatizes chil-
dren and can lower their self-concepts, thus becoming counter-productive
to reaching desired goals.

Once accumulated deficiencies are remedied, urban schools must have means
to maintain a desirable educational program. If funds are not forthcoming
to provide the essential elements of the educational program, the urban
schools will again fall behind and the pattern of decline will be repeated.
To rsalizc the objectives of reduced class size and individualized instruc-
tion, city schools must have money to employ enough teachers.

Funds must also be